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CHAPTER I
INTRODUCTION
Justification of the Problem
Parents frequently complain that student achievement, 
particularly grade point average, declines at the fifth grade 
level of the writer's school system. Teachers generally 
attribute this decline to the many new experiences students 
encounter when they move from one building to another. 
Teachers also cite classroom organization and procedural 
differences as discontinuance of grouping by ability for 
mathematics and reading, and initiation of 
departmentalization.
Students attend classes in a different building when 
they enter fifth grade in the writer's school district. In 
most of the other school districts in the writer's county 
students remain in the same building. Yet the writer's 
principal reported that other districts had experienced the 
same achievement decreases between fourth and fifth grade. 
The writer then questioned what other factors could
contribute to this decline.
Differences in grading practices and in homework 
expectations often affected achievement. (Canady & Hotchkiss, 
1989) Grade span organization of school districts, 
differences in classroom teaching practices, and in school 
practices affected achievement in a variety of ways. 
(Epstein, 1990) The writer found that many of these factors
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were present in her local district.
The research attributed this slump to a variety of 
factors including building changes and use of ability 
grouping. (Braddock, 1990) Factors which most affected
achievement could be divided into the four main areas of
community influences, school organization, school practices, 
and classroom practices.
In previous years the writer noticed that students often 
arrived in fifth grade one to two grade levels behind in 
reading. This created problems in the content area subjects, 
since texts were usually written at fifth grade level or 
higher. Some students in the lower mathematics groups also 
spent additional time catching up with the higher levels, 
since grouping no longer occurred. Since students from both 
high and low groups experienced a decline in achievement, the
writer continued to search for additional causes.
The writer studied student records within the district
to determine if the decrease was perception or fact. She 
determined that grades in the subjects of mathematics, 
reading, language, science, social studies, and spelling, did 
actually decrease for a majority of students. The writer 
then located research written about this decline, often 
referred to as the "fourth grade slump". (Harbaugh,1988,p.26)
The writer decided to study this problem to determine 
which changes in achievement factors most affected students 
in her local district and the surrounding schools. Study of 
past years should produce methods for adaptation of programs
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where necessary. Once the writer understands the underlying 
causes and their impact on achievement, it may also be 
possible to create an effective elementary to middle school 
student transition program. These changes should result in 
improved achievement for middle grade students, the most 
important benefit to be derived from this study.
Problem Statement
The purpose of this study is to analyze classroom 
practices and school organization which accounts for the 
declining achievement of students during their transition 
from primary to middle grades.
Assumptions
To conduct this study, a survey was used to gather 
information from teachers in grades four and five. The
writer assumes that the instrument is reliable. The writer
also assumes that the teachers selected to complete this
instrument answered in a manner which reflects their personal 
experiences and practices.
Limitations
There may be several limitations to this study. One of 
the limitations may be the sample size of the teachers 
surveyed since the return rate cannot be guaranteed. Another 
limitation may be that all of the teachers will be from a 
limited geographical area within the state of Ohio. A third 
limitation of this study may be that no one single factor may 
contribute to decline in achievement. One factor or set of
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factors, may not result in the same effect in all situations, 
thus adding a possible fourth limitation to this study. 
Another limitation of this study may arise from the 
difficulty of finding settings which are exactly alike in all 
aspects. A final limitation to this study may occur because 
it could be difficult to determine which is cause, and which 
is effect, in analyzing the results to form conclusions.
Definition of Terms
Ability Grouping. Students are assigned to groups 
according to their abilities or prior levels of achievement.
Achievement. For the purpose of this study, grade point 
average will determine level of achievement.
Departmentalized Classroom. In this staffing practice 
each teacher specializes in a single subject area and
instructs several different classes of students in this
subject.
Grade Span. This refers to the organization and 
staffing pattern used by each school district. There are 
thirty different grade spans used in schools today. Only five 
of these thirty are represented in the study group.
Heterogeneous Grouping. Students are assigned to groups 
which have a mixture of characteristics usually ability or
interest.
Homogeneous Grouping. Students are assigned to groups 
because they have similar characteristics usually ability or
interest.
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Interdisciplinary Teams. These teams are composed of 
teachers who teach different subjects but share the same
students.
Middle Grades. Grades four through eight, or five 
through eight, are usually included in this designation. In 
the writer's district, middle grades begin with grade five.
Readability Level. This term describes the reading
level of textbooks and other materials used for instruction.
Regrouping for Instruction. Students are grouped for 
different subjects based on several criteria. They do not 
remain with one group of students for all classes. They may 
change groups several times each day.
Semi-departmentalized Classroom. In this staffing 
practice, a teacher instructs more than one class in more 
than one related subject but not in all major subjects.
Self-contained Classroom. In this staffing practice, a 
single teacher is in charge of all major subject-matter 
instruction for all students in a particular group.
Team Teaching. This is another term which is used to
refer to interdisciplinary teams.
Tracking. Students remain in ability groups for all
classes.
Transition. This term is used to describe the
progression students make when they are promoted from
elementary grades to middle grades.
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CHAPTER II
REVIEW OF THE RELATED LITERATURE
Community Influences Which May Affect 
Classroom Achievement
Cultural background and family socioeconomic status 
influence community expectations for school programs that 
enhance student achievement. The largest difference based on 
cultural background occurs in the selection of available 
subject areas or course electives which school districts may 
offer. Schools with mixed or predominantly minority students 
generally offer fewer art, industrial arts, and home 
economics classes. However, these same schools usually offer 
more writing and discovery oriented activities, along with 
more frequent discussion based classes. (Elam & Gallup, 1990)
Another community influence which may affect achievement 
is the economic background of the people who reside in that 
community. Becker (1990) reports that economic background of 
the community makes a difference in academic courses offered 
by school districts. Course offerings for students in middle 
class districts are most likely to include art, typing or 
keyboarding, and computers. No difference is found in the 
subjects of science, reading, and physical education course 
selections. In working-class districts more emphasis is 
placed on rote learning in all subjects, while more requests 
for emphasis of higher order thinking skills instruction is 
found in middle class districts. (Becker 1990)
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Parental and community understanding of the school's 
role in the community may affect student achievement. Garvin 
(1987) reports that middle grade parents in the community 
expect schools to develop a climate of acceptance and 
encouragement which they believe will bring about increased
student achievement. Parents interviewed believe that
students need to feel comfortable, safe, and secure in the
school environment in order to achieve academic success.
They also believe that constructive interpersonal 
relationships with peers and teachers play an important role 
in achievement. These parents agree that teachers should 
emphasize student strengths and encourage them to attempt new 
activities without fear of ridicule. (Garvin, 1987) Research 
demonstrates that student achievement does improve when 
parents in the community understand programs and support 
school activities. Schools can build this relationship 
through the use of effective public relations programs. They 
can also cultivate support by involving community members in 
school activities and programs. (Maclver, 1990)
Community influence can be generated through the 
development of community education programs for parents of
middle grade children. This helps the parents understand 
behaviors stemming from physical changes which may affect 
academic achievement. Garvin (1987) reports that academic
achievement increases in communities where schools develop 
structured programs for teaching characteristics of middle 
grades children. Areas of concern include different
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behaviors, new peer selections, and changes in attitudes. 
Parents learn about professional resources available. They 
are also given opportunities for discussion with other 
parents. The resulting increase in parental understanding 
has a positive impact on academic success of the students. 
(Garvin, 1987)
Student achievement also increases when schools involve 
parents of the community in the education of their children 
since the parents can influence programs by participating. 
Strong parent communication programs which keep parents 
directly involved in the education of their children are 
often developed for that purpose. (Maclver 1990) Garvin 
(1987) notes that parents desire frequent, easily understood 
reports concerning academic progress. They are usually 
willing to help with any necessary remediation if they are 
contacted and procedures explained. Parents also want more 
information about homework assignments and expectations. 
These types of community programs help build positive 
relationships between the community and the school when 
parents feel they have some input in the classroom.
This completes the review of literature concerning 
community influences which may affect classroom achievement. 
The next section discusses the effects of school organization 
patterns upon academic achievement.
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School Organization Patterns Which May Affect 
Differences in Achievement.
Middle grade practices based on grade span
organization patterns within school districts frequently
influence student achievement. These school practices derive
from the stated goals set by the district. In schools of all
grade spans, mastery of basic skills is ranked most important
in a survey of principals (Epstein, 1990). In middle schools
the second highest ranked goal is personal growth and
development of self-esteem. These goals affect course
offerings, instructional programs, relationships between
teachers and students, and other practices. When schools set
high priority on higher level skill mastery, they tend to use
active-learning techniques more often. Goals also affect the 
use of special programs for children, such as the use of 
separate classes for remedial reading or mathematics. 
(Epstein, 1990)
School district selection of a particular grade span 
organization pattern often influences achievement due to the 
different methods used for reporting of grades. Regardless 
of the chosen pattern most schools surveyed by Epstein (1990) 
use letter grades for reporting academic progress. This is 
probably the easiest method for monitoring and evaluating 
basic skills acquisition. Differences in the grade span of a 
district do seem to change the method for reporting effort 
and conduct. Middle schools are most likely to give the 
greatest number of different types of information including 
attendance, social development, work habits, levels of
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Most principals ratelearning, and conference requests, 
their academic programs for middle grades students as 
stronger overall when they use progress and effort grades on
report cards. Hand written comments on report cards also
increase academic achievement as well as dropout rates. 
(Epstein, 1990) No matter which grade span is used, Epstein 
(1990) notes that teachers of middle grades students must 
remain responsive to the needs of the children. In all spans 
it is important to stay attuned to current research 
concerning early adolescents and their learning styles if 
increased achievement is desired. (Epstein, 1990)
An obvious relationship exists between grade span 
pattern selection, school implementation of a variety of 
recommended approaches, and achievement. One of the 
approaches, flexible scheduling, is usually most evident in 
kindergarten through grade eight buildings, while many middle 
schools consisting of grades five through eight plan to
change to more flexible scheduling in the future. Another 
approach, the practice of offering exploratory and
minicourses is found more often in middle schools. Schools 
of all grade span types plan to incorporate more cooperative 
learning in their classrooms. In procedural approaches 
elementary kindergarten through grade eight buildings place 
more emphasis on drill and practice than middle schools 
containing grades five through eight, while a majority of the 
middle schools offer courses in keyboarding and separate 
reading classes. (Becker, 1990)
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Size of enrollment often determines grade span 
organization plans. These plans in turn establish curriculum 
opportunities which enhance or impede achievement. Schools 
with larger enrollment are generally set up in the 
elementary, middle, and high school pattern, so are usually 
more likely to offer a variety of academic and elective 
courses. Minicourses and computer courses as well as 
offerings in art and foreign language are most often
included in the curriculum. These courses seem to increase
skills in creative thinking and problem solving which carry 
over into other academic subjects increasing total 
achievement. (Becker, 1990)
Transition programs which are cooperatively planned by 
staff from both levels have a significant effect on student 
academic success. This is probably significant in districts 
which are organized with the grade span pattern which 
includes separate elementary and middle grade buildings since 
communication concerning programs and students between 
building is often nonexistent. (Toepfer, 1986) It would 
probably be more beneficial if teachers could meet to set 
cooperative goals. Programs should be coordinated to avoid 
repetition in all subject areas. If middle grade teachers 
understand more about methods used in elementary classes they 
can be better equipped to build transition programs. The 
sharing of teacher expectations for homework, behavior, and 
study habits benefit students in many ways. The coordination 
of a transition program to account for these differences
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between buildings can create enhanced opportunity for 
maintaining and increasing academic achievement in the middle 
grades.
Schools organized in the elementary, middle grades, high 
school pattern help ease the transition from one level to the 
next through use of effective counselling programs which 
aid students academically. Elementary teachers meet with 
middle grades teachers and counselors to discuss students. 
This helps alert the middle grades staff to any previous 
problem areas. It also gives them information about testing 
and evaluation procedures already completed, as well as
placements or nonplacements in special education. Since the
middle grades teachers and counselors learn more about the
students before they arrive in the new building, they are
able to concentrate on any necessary modifications earlier in 
the year. Any behaviors or learning difficulties which may
prevent success for specific students can be treated at the
beginning of the year, since teachers do not have to learn 
through observation alone. (Maclver, 1990)
This completes the review of literature concerning the 
effect school organization plans have on academic 
achievement. The next section discusses school staffing 
practices and their effects on student achievement.
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School Staffing Practices Which May Affect 
Student Achievement
One school staffing decision which may affect student 
achievement is communication between teachers, often the
weakest link in the education system. (Pate-Bain, 1990) 
Schools which develop open communication systems operating in 
a variety of directions show most gains in achievement levels 
of students. Staff members are able to discuss students, 
programs, and issues during several kinds of meetings and at 
many new times. They use school day conference periods and 
lunches, as well as small group and whole staff meetings 
before and after school. They also initiate staff
breakfasts, holiday celebrations, and other special times 
such as pay day outings. As fellowship opportunities grow, 
staff members begin to develop a consensus concerning their 
goals and mission. Cooperation and compromise between 
members increases the success of all programs enabling 
students to attain increased academic achievement. (Doda,
George, McEwin, 1987)
Another staffing practice which may affect student
achievement is utilization of interdisciplinary teams. The 
members of the teaching team can cooperate to provide a 
program of support and individual attention while assisting 
students in gaining academic skills and in exploring new 
interests and areas of learning. (Rehbeck, 1987) Joint 
responsibility for evaluation of progress and design of
interventions increases the rate of success for students.
(Maclver, 1990)
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Teachers collaborating in teams can plan thematic units 
and practice cooperative learning between and within classes. 
This helps students connect information between subjects and 
understand how it fits together. Students gain a stable peer 
group along with a closer relationship to teachers. This 
enhances student motivation and improves attitudes toward 
school. This closer, coordinated supervision and the 
attentive atmosphere developed through interdisciplinary 
teams increases academic achievement for students. (Maclver,
1990 )
Staffing practices which contain common planning time 
for team teaching members usually ensure positive academic
achievement. When teacher schedules include common time for
planning it is much easier to coordinate their programs and 
plans for teaching. Epstein (1990) reports that common 
planning time is probably the most powerful predictor of high 
quality school programs thus resulting in increased student 
achievement. During common planning periods, teachers can 
discuss problem students and develop effective remediation 
plans. They can also utilize this time for individual 
student tutoring when necessary. Groups can work with the 
teachers on projects at this time. As teachers coordinate 
and share goals they develop more effective programs that 
will reach a wider range of students increasing total 
achievement. (Maclver, 1990)
Staffing practice often determines selection made 
between departmentalized, semi-departmentalized, or self-
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contained classrooms, impacting student achievement outcomes 
in a variety of ways. These staffing alternatives usually 
help determine the number of different teachers encountered 
by each student during the day. In the completely self- 
contained classroom each student will see only one teacher. 
In one variation, students might see a different teacher for 
special subjects such as physical education, art, and music. 
At the opposite end of the spectrum, a student may see as 
many as six teachers each day when schools use the 
departmentalized approach. American schools appear to use 
specialized staffing patterns more often in the middle grades
with a noticeable trend moving from a fewer number of 
teachers in grade five toward a greater number of teachers in 
grade nine. Many students achieve more success when they see 
fewer teachers for academic classes. (McPartland, 1990)
Staffing patterns also differ in the kinds of previous
training and certification of teachers. Elementary certified
teachers are generally trained in a variety of subjects, so 
they are often more likely to use thematic units to 
coordinate different subjects. High school teachers are 
usually certified and trained in only one or two areas. They 
are usually less likely to encompass attitude and self-esteem 
topics into subject matter. Teacher certification seems to 
matter less in subjects such as mathematics and science. 
Academic achievement is most affected by the number of 
teachers seen by each student than by teacher certification 
and training background. (McPartland, 1990)
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A final staffing practice which may affect student
achievement is class size. Teachers report that they are 
better able to identify student needs and provide more 
individual attention, while covering more material 
effectively in small classes. Students who have attended 
small classes demonstrate significantly better scores when 
compared to students who attend regular or large classes. 
These results remain consistent throughout all school 
locations. The positive effects on test scores remain 
constant up to one year after the student no longer attends a
small class. This finding should help schools and 
communities understand that education is a personal and
individual experience, rather than a mass-production 
activity. (Pate-Bain, Achilles, Boyd-Zaharias, and McKenna, 
1992 )
This completes the review of the literature concerning
school staffing practices which may affect student
achievement. The final section discusses the effects of
classroom practices upon academic achievement.
Classroom Practices Which May Affect 
Student Achievement
Classroom practices often affect student achievement. 
One practice middle grade teachers must utilize is the use of 
readability ratings for content area text-books. They should 
also adapt assignments when necessary, to ensure positive 
academic achievement. Frequently the reading level of
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textbooks, especially in content areas like science and 
social studies, do not match the reading level of students.
Teachers can use several methods to determine readability
level. Some experienced teachers and librarians judge 
readability from experience. Comprehension and cloze tests
can also be used. Most frequently teachers use the formula
method to establish the readability level of textbooks. The 
Fry Formula used with the Fry Graph (Fry, 1968), is the most 
popular formula. Some formulas are now available on computer
software.
As classroom practice teachers should develop practical 
strategies that will enable students to comprehend the
content area subject matter.
determine that there is a
This is necessary when they
discrepancy between student
readability and the difficulty level of their content area 
textbooks, Schematic maps can be used to demonstrate main 
ideas and supporting details in reading assignments. 
Allowing students to use tape recorded reading assignments 
may help since listening comprehension is often higher than 
reading comprehension. Video tapes containing related 
material can be used to enhance understanding by comparing 
and contrasting to written material. Science fiction and 
historical novels can also enrich student understanding of 
content area material through multidisciplinary approaches. 
It may be necessary to make shorter assignments in the 
textbook to ensure student understanding. Teachers who use 
these techniques singly or in combination, will give students
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more opportunity for academic success in all areas. (Camp, 
1987)
In classroom practice for teaching reading, it is 
imperative that middle grade teachers focus on strategies 
that help students read expository materials in the content 
area to increase academic achievement in all subjects.
Chall (1987) believes that there is a transition in "learning 
to read to reading to learn" that occurs when students 
progress from elementary to middle grades. She bases her 
ideas on a model of reading that consists of several 
successive stages.
Effective teachers should use a variety of methods to
teach reading in all stages to enable all types of learners 
to master skills. One method found to develop proficient 
readers includes using basal readers at or above the child's 
reading level. A wide range of reading material should be 
offered to students. Direct instruction in reading content
area materials will improve comprehension. Vocabulary should 
be emphasized in all subject areas. Assignment of homework 
and maintenance of parent communication will also increase 
reading skills. (Muth, 1987)
Most important, as classroom practice teachers must 
offer reading experiences that challenge. Students should be 
encouraged to interpret information they confront in reading, 
media presentations, and class discussions. Critical 
thinking skills can be emphasized. Students can also use 
previous knowledge to predict outcomes in new areas. When
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reading activities are connected to daily life and prior 
experiences students will increase reading level while 
gaining skills to increase achievement in other subjects. 
(Phelps, Liebler, & Ramos, 1987)
When teachers choose to group students for instruction
as a classroom practice, achievement increases most when 
multiple criteria are used for placement. Criteria to be 
considered should include test scores in reading, 
mathematics, and science, recommendations from teachers, and
special interest areas. Variations in grouping may create 
some classes grouped by ability and other grouped
heterogeneously. Students will often have different
classmates with similar abilities in each subject. This will
eliminate classes composed of students with one reading level 
but different abilities in other subject areas. Changing 
classmates gives students more opportunities to interact with
others who have different skills and talents. This
interaction helps increase achievement. (Braddock II, 1990)
The classroom practice of forming ability groups often
affects students' perception of their own ability, and thus 
influences achievement. Maclver (1988) reports evidence 
suggesting that ability group placement may indirectly affect 
students perception of their own ability. This is especially 
true when there is great variation in classroom practices 
involving assignments, talent levels, and grades within a 
classroom. Academic status often dictates social groups as
well. Teachers should avoid the use of indiscriminate task
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structures and strict normative grading practices to 
counteract development of this perception. (Maclver, 1988)
Grouping may produce benefits, especially for talented 
students when it is used for subjects such as mathematics. 
Students should be placed according to their specific 
subject-matter needs rather than according to their 
intelligence, behavior, or other characteristics. This will 
help reduce the problems usually associated with ability
grouping. (Walberg, 1990)
Another classroom practice, regrouping for instruction, 
should be used only when the level and pace of teaching are 
adapted to students' performance level to avoid negative 
effects on achievement. Students regrouped for instruction 
in specific subjects are generally placed according to 
achievement in that subject, not according to general 
achievement or ability level. This helps reduce 
heterogeneity in the skill being taught. Regrouping also 
tends to be more flexible than ability-grouped class 
assignment. Therefore, any mistakes in assignment can be 
easily changed, and any changes in performance level can be 
adjusted with a change in grouping. (Braddock, 1990)
One classroom practice, the tracking of students, should 
be restricted to certain academic classes, such as 
mathematics, to minimize negative effects on achievement. 
Research has indicated a need for better placement criteria 
and improved methods for allocating resources. Classes which 
track students by ability do not improve academic success
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except when lower tracks are reduced in size and given more 
resources to work with. In general, achievement gains have 
been significant only in programs where grouping is used on a 
limited basis in specific subjects. (Braddock II, 1990)
Use of cooperative learning as a classroom practice 
produces positive effects on student achievement. 
Cooperative learning is the most widely recommended and best
documented teaching strategy used to address student 
differences in heterogeneous classrooms. Students learn more 
consistently when cooperative learning teams are rewarded for 
the learning of all members, than do students in traditional 
classrooms. (Braddock, 1990) The use of cooperative 
learning groups delegates some of the responsibility for 
learning to the students. The programs give students more 
time for interaction with peers while they provide increased 
opportunities for targeted questions, correctives, and 
reinforcement. Academic achievement gains often result due to 
increased classroom morale, greater interest in the subject 
matter, and voluntary participation in critical thinking 
involved in cooperative learning. (Walberg, 1990)
Student achievement also improves when classroom 
practice includes the assignment of homework, especially if 
it is graded or given comments. The amount of time students 
spend on homework impacts achievement in minority and white 
students. It is also effective for gifted as well as low 
ability youth in a variety of subject areas. Teachers who are 
serious about improving achievement should review homework
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expectations and requirements. (Keith, Reimers, Fehrmann, 
Pottebaum, & Aubey, 1986)
To ensure positive effects on achievement, teachers
should carefully consider current classroom grading practices 
in order to make the policies more productive for students at 
all ability levels. Braddock (1990) states that all students 
should be given better opportunities to earn good grades. 
Extra help should be available throughout the school year for 
students having difficulties. Peer tutors or additional
teacher help should be scheduled. The criteria for grades
should permit credit for growth or progress so students may 
have a variety of ways to demonstrate competence. (Braddock, 
1990)
Many of the current sort and select type grading systems 
discourage students from working toward improvement.
Differences in grading scales can frequently impact student
attitude. In some districts grading scales may change 
between buildings or between grade spans, so that a seventy
percent in grade four may equate to the letter grade C, while 
it may translate into the letter grade D in grade five. Some 
teachers base total grades on strict percentages, even though
a particular student may have done poor work on several 
assignments due to illness. Other teachers use zeroes as 
punishment for incomplete assignments or behavior problems. 
Quite often homework is given equal weight as test scores. 
Since some students have no encouragement from home to 
complete the assignments this lowers their grade
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considerably. Teachers may fail to match their teaching to 
the testing, thus influencing grades. There are a few 
teachers who use pop quizzes as punishment or indicate by 
their attitude that particular students are incapable. Other 
teachers grade first efforts even if the entire class fails 
to understand the concept being taught. Teachers should be 
sure to evaluate their grading practices for possible areas 
which may negatively affect achievement. (Canady & Hotchkiss,
1989 )
Optimum student achievement will occur when the 
classroom practices include a variety of teaching methods. 
Since students learn in different ways, the use of several
teaching methods enables teachers to reach more students. 
Advance organizers work effectively to connect new learning 
with previous knowledge. The use of several questioning 
techniques can add variety to the classroom while helping 
students understand in new ways. The use of wait time during 
questioning results in longer and deeper answers. Teachers
may specify goals to help students direct their learning.
High expectations for students helps them aim for success. 
Frequent tests, including pretests, quizzes, and posttests 
function as incentives and give students benchmarks for
progress. Corrective feedback is another important practice 
teachers can use to increase achievement through use of 
written comments or verbal praise. (Walberg, 1990)
As classroom practice, to improve longterm student 
achievement, middle grade teachers should emphasize student
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effort and positive attitude. (Canady, 1989) In schoolwork as 
in other areas of life a positive attitude usually results in 
positive results. Students should be rewarded for effort and 
not only the correct answer. This will help them develop 
pride in hard work and accomplishment of goals. They should 
be challenged to try new experiences. The resulting positive 
attitudes will carry over into academic areas leading to 
increased achievement. (Dweck & Henderson, 1992)
This completes the review of literature regarding
classroom practices which may affect academic achievement.
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CHAPTER III
PROCEDURE
Subjects
The subjects chosen for this study were twenty-four 
fourth grade teachers and thirty-two fifth grade teachers
from eleven rural schools in Northwest Ohio. Seven of the
schools were located in Hancock County. Two of the schools
were located in Hardin County, one school was located in 
Putnam County, one school was located in Henry County, and
one school was located in Wood County. These teachers have
been chosen from schools which are similar in size, location, 
and student make-up.
Setting
Schools. Each school is centered around a small town of
approximately 1500 people. Enrollment totals for the 
selected schools may vary, but remain similar in size, each
having an average enrollment of seven hundred fifty students.
These schools do have different grade span organization 
patterns. Five of the schools are organized with grades 
kindergarten through twelve in the same building. Two of the 
schools house grades kindergarten through six, while one 
school houses grades kindergarten through eight. One other 
school is organized with grades three through twelve. Two of 
the school systems use the grade spans kindergarten through 
grade four, grade five through grade eight, and grade nine
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through twelve. Teachers from the elementary and middle
grades buildings were involved in this study.
Communities. The schools are located in predominantly
rural areas in northwestern Ohio. Most students come from
middle class homes where parents work on farms, in area 
factories, or in businesses based in nearby cities. There
are some low income families in each district as well.
Data Collection
Preliminary Data Collection. The writer compared year
end grade averages in fourth and fifth grades for students in 
grades five through eight in her own district to discover if
the perception that achievement based on grades did in fact
drop from fourth to fifth grade. From the student records, 
she determined that for a majority of students in each grade, 
this lower achievement did actually occur.
Construction of the Data Collection Instrument^ The 
instrument has been constructed by the writer using 
information gathered from the review of the literature 
establishing content validity. The instrument employs forced 
answer and some open-ended questions. (See Appendix A.) 
Various factors which may affect achievement are addressed in
the instrument.
The following topics were used: school organization 
patterns, school staffing practices, classroom practices used 
by teachers, and community influences.
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The instrument has been reviewed by several elementary 
principals and the elementary and middle school supervisors 
from the writer's county school staff. The supervisors have 
also supplied a list of fourth and fifth grade teachers from
which the sample has been taken.
Administration of the Data Collection Instrument. The
instrument was reviewed and comments were returned to the
writer on April 15, 1993. The instrument was mailed to
twenty-four fourth grade and thirty-two fifth grade teachers 
with a cover letter and a self-addressed, stamped envelope on
April 30 , 1993. The completed surveys were returned by May
20, 1993. Fourth grade return rate was eighty percent, while 
fifth grade return rate was eighty-four percent.
Results were then tabulated and converted to percentages
for fourth grade teacher responses and for fifth grade 
teacher responses. Graphs for each question have been
created from this information.
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CHAPTER IV
RESULTS
Presentation of the Results
Da_ta__ Results. The writer compared year end grade 
averages for students as they left fourth grade and again 
when they left fifth grade. She used the fourth and fifth 
grade averages from the records of thirty-five students from 
the eighth grade class, fifty-five students from the seventh 
grade class, sixty students from the sixth grade class, and 
sixty-five students from the fifth grade class. She compared
records from the four levels to determine whether the results
in achievement changes was an ongoing problem or one limited
to one or two classes.
In the eighth grade class sixty-three percent of the 
students dropped one-half letter grade or more when comparing 
total grade point average for fourth grade and for fifth 
grade. Included in this percentage were thirty-five percent 
of the students who dropped one letter grade, while six 
percent dropped two letter grades. Only six percent of the 
students increased their grade point average for only one- 
half letter grade. For thirty-one percent of the students 
grade point average remained the same for both years.
In the seventh grade class seventy-two percent of the 
students dropped one-half letter grade or more when comparing 
total grade point average for fourth grade and for fifth 
grade. Included in this percentage were thirty-nine percent 
of the students who dropped one letter grade, while six
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percent dropped two letter grades. Only six percent of the 
students increased their grade point average for only one- 
half letter grade, while twenty-two percent remained the same
for both years.
In the sixth grade class seventy-four percent of the 
students dropped one-half letter grade or more when comparing 
total grade point average for fourth grade and for fifth 
grade. Included in this percentage were forty-six percent of 
the students who dropped one letter grade, while seven
percent dropped two letter grades. Only three percent of the
students increased their grade point average for only one- 
half letter grade, while twenty-three percent remained the 
same for both years.
In the fifth grade class sixty percent of the students 
dropped one-half letter grade or more when comparing total 
grade point average for fourth grade and for fifth grade. 
Included in this percentage were thirty-five percent of the 
students who dropped one letter grade, while twenty-five 
percent dropped two letter grades. Only five percent of the 
students increased their grade point average for only one- 
half letter grade, while twenty-five percent remained the 
same for both years.
For the four years a total of seventy percent of the 
students dropped one-half letter grade or more when comparing 
total grade point average for fourth grade and for fifth 
grade. Included in this percentage were thirty-two percent 
of the students who dropped one letter grade, while nine
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percent dropped two letter grades. Only five percent of the 
students increased their grade point average, while twenty- 
five percent remained the same for both years. No students 
raised their grade point average more than one-half letter
grade.
Survey Data Results. In the first question, fourth 
grade responses indicated that sixty-nine percent of the 
teachers taught all four subjects of reading , mathematics, 
social studies, and science. In fifth grade only twenty-six 
percent of the teachers taught all four subjects. Additional 
fourth grade responses included five percent of the teachers 
taught reading and mathematics only, five percent taught 
reading, mathematics, and social studies, eleven percent 
taught reading, mathematics, and science, five percent taught 
mathematics and science, and five percent taught reading and 
science. Fifth grade results indicated that four percent of 
the teachers taught reading only, four percent taught 
mathematics only, seven percent taught science only, eleven 
taught reading and social studies, seven percent taught 
reading and mathematics, seven percent taught reading and 
science, sixteen percent taught reading, mathematics, and 
science, eleven percent taught reading, mathematics, and 
social studies, and seven percent taught reading, social 
studies, and science.
Question Two results indicated returns from nineteen
fourth grade teachers and twenty-seven fifth grade teachers.
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QUESTION 3
Total Nunber of Students Daily
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The third question is
"I teach this total number of students daily." 
a. 0-30 b. 31-50 c. 51-70 d. 71-100
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 3.
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The fourth question is
"My homeroom contains this number of students." 
a. 15-20 b. 21-25 c. 26-30 d. 31-40
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 4.
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QUESTION 5
Grade Span Organization
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The fifth question is
"The grade levels in my building include these." 
a. K-3 b. 5-8 c. K-8 d. K-12 e. 3-6 f. K-4
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 5.
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The sixth question is
"I use ability groups for reading."
a. yes b. no c. sometimes d. not applicable
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 6.
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QUESTION 7
Use Ability Groups in Mathematics
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The seventh question is
"I use ability groups for mathematics."
a. yes b. no c. sometimes d. not applicable
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 7.
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The eighth question is
"Approximately, please estimate the average amount of 
time students in your homeroom spend on homework each 
week."
a. 0-2 b. 3-5 c. 6-8 d. no answer
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 8.
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Credit for Hissed fissignnents
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The ninth question is
"Missed assignments can be made up for credit." 
a. full credit b. no credit c. partial d. no answer
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 9.
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The tenth question is
"Corrections can be made to improve grades on:" 
a. tests b. homework c. classwork
d. none e. combination
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 10.
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QUESTION 11
Grades for Behavior
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The eleventh question is
"Grades for behavior are given."
a. % of academic grade b. separately c. none 
d. satisfactory/ unsatisfactory e. no answer
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 11.
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QUESTION 12
Grades for Effort
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The twelfth question is
"Grades for effort are given."
a. % of academic grade b. separately c. none 
d. satisfactory/ unsatisfactory
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 12.
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Homework Grades Weighted
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The thirteenth question is
"Homework grades are weighted."
a. % of test grade b. equal to tests 
c. other d. no answer
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 13.
41
100,0
PE
R
C
EN
T
QUESTION 14
Use of Cooperative Learning
ft B C 0
RESPONSES
I Fourth 0 Fifth
The fourteenth question is
"I use cooperative learning."
a. never b. sometimes c. frequently d. no answer
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 14.
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QUESTION 15
Uss of Hands On Activities
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The fifteenth question is
"I use hands on activities."
a. never b. sometimes c. frequently d. no answer
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 15.
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QUESTION 16
Students Read in Science
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The sixteenth question is
"In Science students most often read the text."
a. independently b. together c. with teacher 
d. combination
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 16.
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QUESTION 17
Couplet ion of Science Assignments
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The seventeenth question is
"In Science students most often complete assignments." 
a. independently b. in groups c. whole class
d. combination
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 17.
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QUESTION 18
Students Read Social Studies
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The eighteenth question is
"In Social Studies students most often read the text." 
a. independently b. together c. with teacher
d. combination
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 18.
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Social Studies ftssignnents
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The nineteenth question is
"Social studies students usually complete assignments", 
a. independently b. in groups c. whole class
d. combination
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 19.
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The twentieth question is
"Our Science books emphasize these topics." 
a. facts b. concepts c. experiments
d. combination
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 20.
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QUESTION 21
Social Studies Text Enphasis
The twenty-first question is
"Our Social Studies books emphasize these topics."
a. facts b. mapping c. issues d. combination
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 21.
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QUESTION 22
Reading Method Used
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The twenty-second question is 
"In Reading I use this method."
a. literature b. whole language c. basal 
d. combination
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 22.
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The twenty-third question is
"Our teachers have common planning time scheduled."
a. across grade level b. across subject 
c. same grade d. none
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 23.
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Frequent Connunication
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The twenty-fourth question is
"Staff has frequent communication."
a. between grades b. between buildings
c. same grade d. no answer e. combination
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 24.
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QUESTION 25
Little Connunication
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The twenty-fifth question is
"Staff has little communication."
a. between grades b. between buildings
c. same grade f. no answer e. combination
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 25.
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QUESTION 26
Classrooii Organization 
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The twenty-sixth question is
"Organization of my classroom can be described."
a. departmentalized b. self-contained 
c. combination d. no answer
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 26.
54
100,0
QUESTION 27
Nunber of Daily Class Changes
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The twenty-seventh question is
"Students change classes each day an average rate."
a. 0-1 time b. 2-3 times c. 4-5 times 
d. 6 or more times e. no answer
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 27.
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QUESTION 28
Physical Changes in Students
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The twenty-eighth question is
"I have noticed that physical changes due to age, 
affect student academic achievement in this grade."
a. all students b. most students c. few students 
d. no students e. no answer
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 28.
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The twenty-ninth question is
"Students in my class are more interested in social 
life than academics."
a. all students b. most students c. few students 
d. no students
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 29.
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QUESTION 30
Parent Connunication
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The thirtieth question is
"Parent communication to teachers can be described." 
a. not supportive b. supportive c. very supportive
d. no answer
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 30.
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The thirty-first question is
"This district has an orientation program of students 
moving from primary to middle grades."
a. grade 3 to 4 b. grade 4 to 5 c. grade 5 to 6 
d. none
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 31.
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QUESTION 32
Majority Achievenent Decline
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The thirty-second question is
"In my opinion, 50 percent or more of the students in 
this grade level show a decline in achievement when 
grades are compared to those of previous year."
a. agree b. disagree c. not sure d. no answer
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 32.
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The thirty-third question is
"In my opinion, less than 50 percent of the students 
in this grade level show a decline in achievement when 
grades are compared to those of previous year."
a. agree b. disagree c. not sure d. no answer
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 33.
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ftchieuenent Decline Parents Opinion
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The thirty-fourth question is
"I think parents in my district believe that grades do 
decline at this grade level."
a. agree b. disagree c. not sure d. no answer
Response totals by percentage for fourth and fifth grade 
teachers are compared in the graph, Question 34.
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Discussion of the Results
In Question 32, the writer found that fifty-two percent 
of fifth grade teachers surveyed agreed that more than fifty 
percent of fifth grade students showed a decline in 
achievement measured by grades when compared to their fourth 
grade year. There were no fourth grade teachers who felt
that students at their level showed a decline in achievement.
This information would tend to support the writer's problem 
statement. Only nineteen percent of fifth grade teachers 
disagreed with the statement that achievement declined, while 
forty-seven percent of fourth grade teachers disagreed. 
Fifty-three percent of fourth grade teachers were unsure, but 
only twenty-nine percent of fifth grade teachers were unsure 
whether achievement declined at their grade level.
In Question 33, some replies from Question 32 overlapped
and may have been responsible for a slight discrepancy in 
information. Fifty-three percent of fourth grade teachers 
believed that less than fifty percent of students showed a 
decline in achievement measured by grades, while thirty-seven 
percent of fifth grade teachers agreed. Once again more 
fourth grade teachers, forty-two percent were unsure whether 
achievement declined, while only twenty-two percent of fifth 
grade teachers were unsure.
It appeared that fifth grade teachers were more likely 
to have formed an opinion regarding achievement than were 
fourth grade teachers. This may be attributed to several
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possible reasons. Fifth grade teachers may have placed more 
emphasis on grades and achievement. Perhaps they were more 
often expected by administration to produce students who 
achieved well on tests. Content area texts often emphasize
different information and may have been more difficult for 
students at this level, so that fifth grade teachers may have
been more aware of grades.
In Question 34, more fifth grade teachers, forty-one 
percent compared to only sixteen percent of fourth grade 
teachers, agreed that parents believe achievement declines at 
their particular level. The same number, thirty-seven 
percent at both grades were unsure about parent beliefs. In 
her experience the writer has noticed that students often 
comment that they have never received such a low grade 
before. This grade of C or even D, and occasionally an F, 
may have been given on a homework paper, but more frequently 
seems to have occurred on a test. Many times grade cards 
reflected one or two lower grades than in previous years, 
even though total averages were not affected. Parents then 
reflected the child's concern about this "lowest ever" grade 
and tended to give more attention to achievement. This may 
have produced the perception that achievement measured by
grades declined.
This increased awareness of grades in general impacted 
the involvement level parents exerted upon teachers and 
schools. As noted in Question 30, a similar number, seventy- 
four and seventy-eight percent, of both the fourth and fifth
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grade teachers surveyed agreed that parents in their systems 
were supportive. It should be noted, however, that more 
fourth grade teachers, twenty-six percent, compared to eleven 
percent of fifth grade teachers, believed that parents were 
very supportive. Also, no fourth grade teachers believed 
that parents were not supportive, while eleven percent of 
fifth grade teachers felt parents were not supportive. This 
may be attributed to the belief by most parents that 
achievement did not decline at the fourth grade level, but 
does decline at the fifth grade level. Some parents probably 
preferred to blame any negative changes on teachers or other 
students, rather than placing responsibility with the
student. It should also be noted from additional comments
written by the teachers surveyed that elementary grades 
teachers may have done a better job communicating with 
parents and in using parent volunteers on a regular basis for 
help with students. This could also have contributed to the
support or non-support given by parents to teachers.
In Question 31, most teachers reported that they did not
have any orientation programs for students moving to middle 
grades from elementary. The literature reviewed by the 
writer had cited increased achievement results and improved 
parent and community relations when student orientation and 
parent seminars were held. (Toepfer, 1986) In the survey, 
the three systems where middle grade students moved to a 
different building were the only ones in which teachers 
reported that orientation programs occurred. According to
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the results, these programs were reported more often in fifth 
grade than in fourth grade.
Garvin (1987) reported that schools should develop 
programs to educate parents on the various changes students 
would undergo as they moved from elementary grades to middle 
grades. This type of program would influence parents and 
community, since they would view the school from a more 
positive aspect. This would help parents develop increased 
support for the teachers and schools, which would push them 
to motivate students, enabling them to improve achievement
levels.
In Question 28, more fifth grade teachers, than fourth 
grade teachers reported that physical changes affected
achievement for all or most students. Still it was
surprising that seventy-four percent of fourth grade teachers 
believed that physical changes affected achievement for a few 
students. In Question 29, similar results were reported for 
the importance of social life. Though more fifth grade 
teachers reported social life effects for all or most 
students, a high number, eighty-four percent of fourth grade 
teachers noted the importance to a few students. Quite often 
in conferences with parents the writer, a fifth grade 
teacher, was asked about transformations in student behavior 
and in attitude. Parents were also concerned regarding new 
friends and interests. They often wondered if these changes 
would influence grades and achievement in school. They 
wanted to know what actions they could take that would most
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benefit and support their children. These survey results and 
parent questions reinforce the importance given to parent 
educational programs in the literature.
All of the school systems used for the survey were 
comprised of students and teachers from similar socioeconomic 
and cultural backgrounds. Most people were from middle 
class, blue collar families. Each system included a similar 
low number of low income families, with a few high income 
families as well. Course offerings and availability of 
special programs were similar in all schools, probably 
because the people held similar goals and priorities. The 
influence created by communities, as shown in the literature 
research, was also found to be true in the survey results.
Size of enrollment in the school systems used for the 
survey was similar, but grade span organization varied a 
great deal as shown in Question 5. Five of the eleven 
systems were set up in the kindergarten through grade twelve 
plan. Two of the systems were set up in the kindergarten 
through grade six and grade seven through twelve plan. One 
other system used the kindergarten through grade eight and 
grade nine through twelve plan, while another school used the 
kindergarten through grade two and grade three through grade 
twelve plan. The last two systems were organized with 
kindergarten through grade four, grades five through eight, 
and grades nine through twelve plan.
As shown in Question 3, fourth grade teachers surveyed 
usually taught fewer total students per day, while fifth
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grade teachers taught more. Fewer students were also found 
in the fourth grade homerooms, than in the fifth grade 
homerooms as shown in Question 4. Information reported in 
Question 26 found self-contained fourth grade classrooms with 
a tendency toward a more departmentalized approach in fifth 
grade rooms. Fourth grade students in survey Question 27 most 
often changed classes one time daily or not at all. In 
fifth grade students usually changed classes two to three 
times or four to five times each day. Several teachers noted 
in their survey comments that they believed this tendency
toward increased class size and number of student class
changes contributed to the decline in achievement noted at 
the fifth grade level. McPartland (1990) reported similar 
evidence to support this finding in his research literature.
Fortunately teachers seemed to communicate more 
frequently in the fifth grade classes than in the fourth 
grade classes as reported in Questions 24 and 25. Since 
fourth grade teachers made more use of self-contained 
classes, it would not have been as necessary to discuss 
particular students. This sharing of information regarding 
students has been shown to have been very beneficial to
teachers and to student achievement.
Related to frequent communication and sharing of 
information, Question 23 shows that most of the teachers 
surveyed did not have common planning time scheduled. The 
fifth grade teachers in the systems with separate middle 
grade buildings were the only ones who reported a common
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planning period for teachers at the same grade level. 
Epstein (1990) emphasized that this common time for planning 
and sharing of information increased student achievement, 
since teachers could create more detailed and cooperative 
plans for teaching. They could also use a joint approach for 
dealing with students at-risk academically and for students 
with behavior problems.
In past years ability grouping and tracking of students 
was a common practice in many schools. Much of the more 
current research (Walberg, 1990; McPartland, 1990) has 
indicated that this produced lower achievement in most cases. 
Teachers reported in survey Questions 6 and 7 that most did 
not use ability groups for mathematics or for reading. A few 
more fourth grade teachers used groups for mathematics. 
Those teachers who did use grouping in either subject 
generally only used them part of the time. In the writer's 
school system ability groups were used in reading and in 
mathematics in the fourth grade, but not in the fifth grade. 
Fourth grade teachers planned to discontinue use of groups in 
mathematics and hoped to phase out reading groups.
Results from Question 8 indicated that sixty-eight 
percent of fourth grade teachers assigned an average of zero 
to two hours of homework per week. Forty-eight percent of 
fifth grade teachers assigned zero to two hours per week, 
while fifty-two percent assigned three to five hours homework
per week. It appeared that fourth grade teachers generally 
assigned the same amount or less homework than did fifth
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grade teachers. For approximately one-half of the fifth 
grade classrooms, students were expected to complete more 
homework. This may have affected achievement for those
students.
In Question 13, a slightly greater number of fifth grade 
teachers, thirty-three percent weighted homework as a 
percentage of test scores, compared to twenty-one percent of 
fourth grade teachers. A more significant difference was 
noted when comparing the practice of weighting homework equal 
to test scores. Forty-two percent of fourth grade teachers 
used this method, but only nineteen percent of fifth grade 
teachers used this system. This may have impacted grades in 
negative fashion for fifth grade students since homework 
counted less in formulating grade averages. In the writer's 
experience students frequently received help from peers, 
siblings, or parents on homework or class assignments. If 
homework was weighted the same as tests, a portion of the 
students grades could have been attributed to someone else. 
In the writer's opinion this was probably not an accurate
picture of the student.
Questions 9 and 10 gave additional information about 
grading practices. Most teachers gave partial credit for 
assignments that had not been turned in. Fifth grade 
teachers who had not given partial credit split the way they 
handled, with nineteen percent giving full credit for missing 
assignments, and twenty-two percent giving no credit at all. 
The forty-two percent of fourth grade teachers who did not
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give partial credit, gave full credit for missing 
assignments. Fourth grade teachers were also more likely to 
allow corrections to improve grades on tests and on homework.
Both fourth and fifth grade teachers apparently allowed 
corrections for improvement of grades on classwork and on a 
combination of assignments. These differences could also
have accounted for some of the decline in achievement
demonstrated by fifth grade students.
For most fourth grade teachers, Question 11 results 
demonstrated that grades for behavior were given separately 
from other grades or were not given at all. A few more fifth 
grade teachers reported that no behavior grades had been 
given. Most other fifth grade teachers gave separate 
behavior grades, while a few gave satisfactory or 
unsatisfactory grades for behavior. Similar results were 
found in Question 12 concerning grades for effort. A few
more teachers, included effort as part of regular grades,
than those that included behavior. The differences in
determining effort and behavior as part of academic grades 
was not particularly significant between fourth and fifth 
grade teachers. It probably had very little impact on 
achievement in the subject schools.
Cooperative learning was used about equally either 
sometimes or frequently by fourth grade teachers as reported 
in Question 14. Seven percent of fifth grade teachers never 
used cooperative learning while nineteen percent used it 
frequently. A surprising seventy-four percent of the fifth
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grade teachers used cooperative learning in their classrooms 
sometimes. Similar results were reported in Question 15 
regarding the use of hands-on activities, though fifth grade 
teachers were more evenly split in using them sometimes or 
frequently. Since a large majority of the teachers in both 
grades used cooperative learning and hands-on activities at 
least part of the time, achievement was probably not 
influenced a great deal either way in the subject schools.
Fourth grade students read science textbooks with their 
teacher almost one-half of the time according to Question 16. 
The remaining students read the science together almost one- 
third of the time, while very few, six percent read it 
independently. The remaining students used a combination of 
the methods for reading the science text. Only forty percent 
of fifth grade students read science textbooks with their 
teachers, while one-fourth read them independently. Only a 
small number, six percent read the text with other students, 
while thirty-one percent used a combination of the methods. 
These results indicated that more fifth graders were expected 
to read and understand the science text without help from the 
teacher or peers. This probably did affect achievement, 
since some students may not have been prepared to read for
information.
From Question 17 results it appeared that fifth grade 
students were expected to complete science assignments 
independently fifty percent of the time, while only forty-one 
percent of fourth grade students completed science tasks on
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their own. A combination of methods was used for
approximately one-third of the students in both levels. The 
remaining fourth grade students were more likely to work on 
assignments in groups, while fifth grade students worked as a 
class more often than in groups. These results indicated 
that fifth grade students were more frequently asked to 
complete science assignments independently, though the 
differences were not as significant as those in reading
science text.
Question 18 demonstrated an even larger difference in 
the expectations for students reading social studies 
textbooks. Although one-third of the students in both levels 
used a combination of methods, almost one-half of the fifth 
grade students were asked to read independently. This 
compared to only one-fourth of the fifth grade students 
reading science text by themselves. Perhaps teachers 
believed that science was more difficult, or written with 
more difficult vocabulary. Very few fourth grade students, 
seven percent, were expected to read the social studies text 
alone, which was comparable to science. More fourth grade 
students read the social studies together or with the teacher 
than did the fifth grade students also.
Expectations for completion of social studies 
assignments, Question 19 were very similar to those for 
reading the text. Almost one-half of both groups used a 
combination of methods, an increase from the one-third for 
reading. Once again fifth grade students were asked to
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complete assignments independently more often than were 
fourth grade students. Most of the remaining fourth grade 
students completed tasks in groups, or as a class, while 
fifth grade students worked in groups but never as a class. 
This information indicated a significant difference in 
expectations for fifth grade students. In the writer's 
experience many students have complained that social studies 
was their least favorite subject. Perhaps the methods used 
for reading and homework assignments contributed to this
attitude.
Question 20 results showed a similar number of fourth 
grade, twelve percent, and fifth grade teachers, nineteen 
percent, believed science textbooks emphasized facts. Only 
six percent of fourth grade teachers and no fifth grade 
teachers felt the books emphasized experiments. Forty-seven 
percent of fourth grade teachers included concepts as the 
emphasis, while only thirty-one percent of fifth grade 
teachers included concepts. Finally thirty-five percent of 
fourth grade teachers chose a combination of ideas as the 
emphasis, while fifty percent of the fifth grade teachers 
chose the combination. These results could have explained 
why more fourth grade teachers complete science reading and 
assignments together. They may have believed that students 
needed guidance in discovering important concepts. Fifth 
grade teachers who believed the science text combined types
of information or emphasized facts may have determined that 
students could decipher this knowledge on their own.
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In Question 21 fourth and fifth grade teachers tended to 
agree on the emphasis contained in social studies textbooks. 
A combination of facts, maps, and issues was most often cited 
as the text information, while facts alone were chosen by 
about one-third of both groups. These results did not give 
much additional insight into the reasons for results 
discovered in Questions 18 and 19.
Surprise results were received from Question 22 
regarding teaching methods used for reading classes. The 
writer expected more grouping and more dependence on basal 
readers in the fourth grade classes, with more literature 
based materials in fifth grade. Instead she found similar 
percentages for the various methods at both grade levels.
Most teachers used a combination of the three methods in
varying degrees. Only one-fourth of both grades used basal 
alone. Remaining fourth grade teachers actually used 
literature more often than did fifth grade teachers. Only a 
few more fifth grade teachers used whole language than did 
fourth grade teachers. The writer would have expected this
to be reversed since self-contained classrooms would seem
more conducive to whole language than the departmentalized 
classrooms found more often in fifth grade.
The area where largest differences were found in 
responses between fourth and fifth grade teachers concerned 
science and social studies text reading and expectations for 
assignments. Fifth grade students were much more likely to 
read the textbooks independently and they also completed
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assignments by themselves. This was especially evident in
the social studies area.
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CHAPTER V
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS
Summary
Parents frequently complain that student achievement, 
particularly grade point average, declines at the fifth grade 
level of the writer's school system. Teachers generally 
attribute this decline to the many new experiences students 
encounter when they move from one building to another. 
Teachers also cite classroom organization and procedural 
differences such as discontinuance of grouping by ability for 
mathematics and reading, and initiation of 
departmentalization.
Students attend classes in a different building when 
they enter fifth grade in the writer's schools district. In 
most of the other county school districts students remain in 
the same building. Yet the writer's principal reported that 
other districts had experienced the same achievement 
decreases between fourth and fifth grade. The writer then 
questioned what other factors could contribute to this
decline.
The writer decided to study this problem to determine 
which changes in achievement factors most affected students 
in her local district and the surrounding schools. Study of
past years should produce methods for adaptation of programs 
where necessary. Once the writer understands the underlying 
causes and their impact on achievement, it may also be
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possible to create an effective elementary to middle school 
student transition program. These changes should result in 
improved achievement for middle grade students, the most 
important benefit to be derived from this study.
The purpose of this study was to analyze classroom 
practices and school organization which accounts for the 
declining achievement of students during their transition 
from primary to middle grades.
The writer examined student grade records in her own 
school system to determine whether the perceived decline in 
achievement at the fifth grade level actually did occur. The 
writer surveyed and summarized research articles regarding 
achievement. From this literature she developed a survey 
questionnaire which was mailed to twenty-four fourth grade 
teachers and thirty-two fifth grade teachers from eleven
rural schools in northwest Ohio. Teachers were chosen from
schools which were similar in size, location, and student 
make-up. After tabulating the answers from the surveys 
returned, the writer presented results comparing fourth grade 
teacher responses to fifth grade teacher responses on bar 
graphs.
There appeared to be some differences in the responses 
of fourth grade teachers when compared to the responses of 
fifth grade teachers for almost all questions on the survey. 
Some of these differences were much more significant than 
others especially when related to the research literature
reviewed.
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A large percentage of fifth grade teachers agreed that 
achievement as measured by grades did decline for more than
one-half of their students. The writer was able to prove
that this did occur for students in her system by comparing 
the grade records. Fourth grade teachers did not feel that 
their students experienced this decline. Fifth grade 
teachers also reported more parents believed this decline 
occurred at the fifth grade level.
The survey results also indicated that fourth grade 
teachers generally have a lower number of students in their 
homerooms. They also taught fewer students per day. This 
finding was reinforced by other question responses which 
showed more departmentalization in fifth grade rooms. Fifth 
grade students then changed classes more frequently also. 
Common planning time for teachers, though highly recommended 
by the research literature was found in very few of the 
subject schools. Teachers at the same grade level were given 
this common planning time in buildings comprised of grades 
five through eight.
There appeared to be very little difference between 
fourth grade teachers and fifth grade teachers in the amount 
of time given to use of cooperative learning and to hands-on 
activities. Both levels used approximately the same methods 
for teaching of reading as well. As expected very few of the 
schools made use of orientation or parent night programs for 
students moving from fourth to fifth grade. Only in systems 
where students changed buildings at fifth grade were any
79
orientation programs reported.
Approximately one-half of the fifth grade teachers 
surveyed assigned more homework than did fourth grade 
teachers. The other one-half assigned about the same average 
amount as fourth grade teachers. There was more difference 
reported in the weight given to homework for total grade 
averages. Fifth grade teachers were less likely to weight 
homework the same as tests, preferring to weight homework as
a percentage.
All the fourth grade teachers gave full or partial 
credit for assignments not turned in. Some fifth grade 
teachers gave partial credit, but most gave no credit.
Teachers at both levels allowed students to correct work to 
improve grades, though fourth grade teachers were more likely 
to allow corrections on tests.
Teachers perceptions regarding parent support were 
fairly equal, although a few fifth grade teachers did. note 
that parents were not supportive. A few fourth grade 
teachers on the other hand reported that parents were very 
supportive.
Most fourth grade teachers agreed that a few students 
were affected by physical changes. Most of them also felt 
that a few fourth grade students thought school social life 
was more important than academics. Fifth grade teachers 
indicated that most or all of their students were affected by 
physical changes and that social life interfered with 
academic performance.
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Conclusions
The writer found some surprises in the results of the 
surveys, though most responses met her expectations which 
were based on previous knowledge of the systems gained 
through past substituting in the various schools, along with 
information gained through discussions at county in-service 
meetings. Most teachers did agree that fifth grade students 
in this geographic area showed a decline in achievement. 
Many of the teachers surveyed wrote comments to reinforce or 
verify these opinions. They also agreed that many parents 
hold this same perception. Most of the teachers requested 
copies of the results and recommendations.
As the research literature suggested there appeared to
be a shortage of communication between teachers even at the 
same grade level. Many of the teachers had very little 
knowledge of methods used by their peers for instruction or 
for grading practices. Differences in homework policies and 
weighting of grades were seldom discussed. Some problems,
such as the effects of physical changes and the importance of
social life to students, would be impossible to change.
Differences in content area subjects seemed to be most 
evident. Fourth grade teachers used more grouping or teacher 
help with reading the texts and with assignments. It was 
especially surprising that fifth grade teachers gave more
independent work in social studies than in science.
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Recommendations
Teachers should improve communication between staff at 
all levels, but especially at the same grade level and 
between two successive levels. This would help teachers 
know what students had been expected to accomplish, in 
academic areas, as well as in areas of attitude and behavior. 
They could then develop transition programs to aide students. 
These programs could help students develop study skills, 
self-esteem, and interpersonal skills. They could also be 
enlarged to include all teachers working with the students, 
not just homeroom teachers. They could involve parents in 
this process as well.
It would also be extremely beneficial to develop 
communication between teachers teaching the same subjects 
across grade levels. Specific topics would not be constantly 
repeated, while a broader range of subject matter could be 
covered perhaps in a cycle pattern. This would also help the 
various teachers share resources and interests. They could 
also discuss expectations for students. It would be possible 
to begin at an early level and build responsibility over a 
period of years.
Communication paths should include administration and 
counselors along with teachers and parents. Student 
information concerning methods which produce positive results 
for behavior problems could be shared. Test scores and 
concerns regarding students at-risk could be addressed.
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Recent plans for portfolio assessment in the areas of 
language arts and careers could be used to reinforce 
communication programs about students.
Teachers might also plan staff breakfasts or lunches to 
build social cohesion. Special holidays could be celebrated 
as well. In the writer's experience these types of 
activities have enhanced relationships between staff members 
which enables them to cooperate and compromise more readily 
in school decisions. Many of the differences and problems 
which arise over classroom practices and expectations could 
be solved through improved communication at all levels and in
all directions.
Teachers at the higher level, fifth grade, should 
develop more awareness and search for more information 
concerning students as they move upward. They should meet 
with the fourth grade teachers and ask pertinent questions 
about methods, general expectations, and students. They
should use this information to help students make the 
transitions necessary to be successful in fifth grade. A 
strong program of instruction in study skills and self-esteem 
would be imperative in any transition program.
Though the increase in departmentalization at the fifth 
grade level seemed to create problems for many students as 
they changed classes more frequently and saw more teachers
each day, the writer would not recommend returning to self-
contained classrooms at this level. In most systems the 
students did not change for every class, rather they changed
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for two or three content area classes. This may have 
affected achievement for some students, especially those who 
were not well organized. However, this plan served to 
prepare students for complete departmentalization in seventh 
grade. Students must be given this opportunity to build 
responsibility and flexibility in slow steps.
Homework was an important part of all classrooms. 
Teachers should discuss expectations between levels and at 
the same level, so that students may slowly build the amount 
of homework they can successfully complete. Teachers should 
also teach methods for finding information and best plans for 
completing homework when they teach study skills. Since 
achievement improves when homework is graded or given written 
comments (Keith, Reimers, Fehrmann, Pottebaum, & Aubey, 
1986), teachers should adopt this practice when returning
homework.
Many teachers fail to match testing with instruction. 
There are many opinions and methods for determining grades. 
It is important that all teachers discuss these practices and 
attitudes and then develop a practical system which assigns 
grades based on actual student knowledge and accomplishment. 
The system should not be subjective, nor should it assign 
grades for peer or parent input. Teachers should continually 
evaluate there grading practices for any areas which may 
negatively affect achievement.
Since all students learn in different ways, it is 
extremely important that teachers adopt a variety of methods
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for instruction. This will enable them to reach more
students and increase achievement levels for all. The use
of wait time, allowing a pause before student answers, will 
help build student confidence and self-esteem. Advance 
organizers will give students opportunities to build upon and 
connect to previously learned information. Several different 
questioning techniques and types will also build student 
accomplishment and help them develop higher order thinking 
skills. Teachers must involve students in the development of 
goals and expectations. They should then give the students 
periodic incentives and progress reports to help them move 
forward. Verbal praise should be an integral part of all
classrooms.
Fourth grade teachers should begin to teach students how 
to read for information, but fifth grade teachers need to 
emphasize this even more. Fifth grade students must develop
practical strategies that will enable them to comprehend
content area textbooks. Teachers can use a number of methods
for building this skill. Schematic maps will demonstrate 
main ideas and supporting details in any reading assignment. 
Video tapes can be used to compare and contrast with written
information. Use of science fiction and historical novels
can enhance knowledge through a multidisciplinary approach.
Based on the survey responses, it appears that fifth 
grade teachers need to change expectations for content area 
subjects. It would be beneficial to begin with class and 
group work and gradually build the level of independent work
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assigned. They should also incorporate the teaching of 
strategies for reading the expository materials contained in 
science and social studies texts. This direct instruction
should contain vocabulary emphasis to improve comprehension
as well.
Fifth grade teachers must give more emphasis to student 
effort and attitude to build longterm success. When students 
hold positive attitudes and work in a supportive environment, 
they will be more willing to take risks and set high goals. 
They must be challenged to try new experiences, while 
building upon prior knowledge. Academic achievement will 
improve due to the resulting positive attitudes.
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APPENDIX A
SUBFE? OP SCHOOL AND CLASSROOM PRACTICES
Directions. Por each statement, please circle all responses that apply in your classroom.
1. I currently teach these subjects. Reading Hath Social Studies Science
2. I currently teach this grade level. 3 4 5
3. I teach this total number of students daily. 0-30 31-50 51-70
4. Ky homeroom contains this number of students. 15-20 21-25 26-30
5. The grade levels in my building include these. K-3 K-4 4-8 5-8 K-6 K-8 K-12
6. I use ability groups for reading. Yes No Sometimes
7. I use ability groups for math. Yes No Sometimes
8. Approximately, please estimate the average amount 
of time students in your homeroom spend on 
homework each week. 0-2 hours 3-5 hours 6-8 hours other
9. Kissed assignments can be made up for credit. full credit no credit partial credit
10. Corrections can be made to improve grades. on tests on homework on classwork
11. Grades for behavior are given. « of academic grade separately none given
12. Grades for effort are given. J of academic grade separately none given
13. Homework grades are weighted. as S of test grade egual to tests other
14. I use cooperative learning. never sometimes frequently
15. I use hands on activities. never sometimes frequently
16. In Science students most often read the text. independently together with teacher
17. In Science students most often complete assignments. independently in groups whole class
18. In Social Studies students most often read the text. independently together with teacher
19. Social Studies students usually complete assignments. independently in groups whole class
20. Our Science books emphasize these topics. facts concepts experiments
21. Our Social Studies books emphasize these topics. facts mapping historical issues
22. In Reading I use this method. literature whole language basal
23. Our teachers have common planning time scheduled. across grade level across subject same grade
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24. Staff has frequent communication. between grades between buildings same grade
25. Staff has little communication. between grades between buildings same grade
26. Organization of my classroom can be described. departmentalized self-contained combination
27. Students change classes each day an average rate. 0-1 time 2-3 times 4-5 times 6 or more times
28. I have noticed that physical changes due to age, 
affect student academic achievement in this grade. all students most few none
29. Students in ray class are more interested in 
social life than academics. all students most few none
30. Parent communication to teachers can be described. not supportive supportive very supportive
31. This district has an orientation program for 
students moving from primary to middle grades. grade 3 to 4 grade 4 to 5 grade 5 to 6
32. In my opinion, 50? or more of the students in this 
grade level show a decline in achievement when 
grades are compared to those of previous year. Agree Disagree Not sure
33. In ray opinion less than 50? of the students in this 
grade level show a decline in achievement when 
grades are compared to those of previous year. Agree Disagree Not sure
34. I think parents in my district believe that grades 
do decline at this grade level, Agree Disagree Not sure
35. Please list the following text information:
Same of Text Publisher Copyright Date
Science
Social Studies
Reading
OPTIONAL PORTION. Complete only if desired. Name School
Comments. Please note any information you believe could be helpful. Continue on back if necessary.
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